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This paper describes the evaluation of the impact of a training programme in the use of Interactive whiteboards in Secondary English lessons. It is based on work commissioned from NATE by Becta that produced the
publication, Entitlement to ICT in Secondary English (NATE, 2002). Drawing from the work of Kress (2003), the author argues that new technologies can help teachers to address confidently aspects of
multimodality that are a core aspect of the New Literacies. Data collected from a small sample of Secondary English teachers who engaged in the training suggest that all teachers benefited from the training; however, it
was found that there has been insufficient support in schools to date for the development of fully confident practice.
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This article has been produced without once having used paper and pen. From sketching out my thoughts and ideas, to making notes, to writing and editing, everything that you are reading has been completed on screen. When I studied for my Honours degree 20 years ago, all preliminary work for an essay was done with paper and a biro; the final draft was written up using my best fountain pen (and a good few strokes of Typex). But for a single submission to the ICT tutor, when I completed my PGCE a few years later (1989–90), the same process applied. How much more efficient it is for me now, to plan, draft and compose all in one document; I can move sections of text around, insert text at will, revise and redraft for clarity and ‘readability’ – and be confident that no one has to decipher the scrawl of my handwriting. Not only is the process quicker and more enjoyable, but the quality of my thought processes has improved. I do not have to work in a linear fashion, but can move
confidently through this piece, exploring different ways of making my points – secure in the knowledge that I can reverse the process if I need to. As the report commissioned by the British Educational Communications and Technology Agency (Becta) states, ‘ICT has fundamentally altered … how we think about reading and writing’
(NATE, 2002).

Add an internet connection to the model described above and a new dimension opens up. I first felt excitement about learning with ICT when I was studying some poems by Wilfred Owen. I was shown how, with a few clicks of the mouse, I could access facsimile manuscripts of ‘Anthem for Doomed Youth’ (some annotated by Siegfried Sassoon) held in the Bodleian Library and British Library. Analysing these documents, I could
trace the journey from first draft to the final poem as Owen agonised over words and phrases, guided by his mentor. Without access to the documents – impossible without the technology – I would never have
gained an understanding of the organic genesis of the poem. An internet-linked computer had taken me further than I could ever have got through study of Owen’s sonnet in its published form alone, because access to the
facsimiles had enabled me to appreciate all the revisions it had been through, the ‘story’ of its creation.

Kress provides an interesting perspective on the ‘revolution’ (Kress, 2003: p. 1) in the use of technology, corroborating the findings from the NATE report cited above. In it he discusses how, with the proliferation of
multimodal texts (that is, texts ‘read’ on a screen that rely on images, the shapes on the screen, roll-overs, et cetera, to convey meaning). He describes as ‘the move from the dominance of the medium of the book to
the dominance of the medium of the screen’ (Kress, 2003: p. 1) – the way in which we read and, accordingly, the way in which we write, is changing. Despite the irony that he is writing about multimodality in
book form, he argues persuasively that, because there is increasing de-emphasis on a text as solely a piece of writing and that it is dependent on these other elements, deciphering the words, sentences and
paragraphs cannot give us access to the full meaning of a text: ‘language alone cannot give us access to the meaning of the multimodally constituted message’ (Kress, 2003: p. 35). This has implications, of course,
not only for readers and writers, but also for teachers and learners. Interactive Whiteboards (IWBs) have been available since the early 1990s, although they were then too expensive for most schools. Stand-alone data
projectors (that enable the computer screen to be projected onto a static board, but lack the interactivity of IWBs) became more common from 1997 onwards, after the general election brought in the Blair government
on its ‘Education, education, education’ ticket, but there was often only one purchased per school, and thus it was used more as a ‘treat’ and did not become an intrinsic part of lessons (Walker, 2005). Substantial funding
has changed this: ‘The years 1999–2004 saw a huge rise in the use of technology in the classroom, with the electronic whiteboard being one of the most sought-after items of technology in the classroom’ (ibid: p. 86.);
according to once source, three quarters of a billion pounds was spent on getting technology into schools between 1999 and 2002 (Andrews, 2003). A key issue, of course, is that not only does expensive equipment need to be bought, but teachers need to be trained. Ironically, while ICT had become used throughout school for record-keeping, communication between staff, lesson planning, resourcing and recording, the obvious skill
teachers were developing in using ICT often was not exploited in lessons. Some training was provided through the New Opportunities Fund monies in the late 1990s, but this National Lottery-sourced funding was not used
systematically by local authorities, nor was there sufficient to go round, and the training therefore had little impact. Andrews further points out that what training there was was poorly evaluated (ibid.).

Only teachers trained from the early millennium onwards had any IWB training as part of their PGCE course, and then piecemeal. I taught one three-hour session each to two PGCE courses at reputable universities in
2004–05, the only specialist ICT training that these cohorts received in their entire PGCE year; trainees at another university with which I worked reported anecdotally that the IWB hadn’t been used once in their sessions in 2005–06, despite their room being equipped with all necessary apparatus.

It was with this background that NATE was commissioned to produce ‘Entitlement to ICT in Secondary English’ (2002) (hereafter ‘the Entitlement document’), in collaboration with several national stakeholders, including the Qualifications and Curriculum Authority (QCA), the National Association of Advisors for Computers in Education (Naace) and the Key Stage 3 National Strategy. The aim of this advisory document was to ‘offer guidance on the uses of ICT that make a distinctive contribution to teaching and learning in English at Key Stages 3 and 4’. In the light of Kress’s work on the new literacies outlined above, this is an interesting document. English literature as we know it is the result of a previous innovation in reading and writing – the invention of the printing press – and naturally has come down to us in traditional print form. It
was not conceived to be interpreted in a multimodal way. While great works are perhaps often now accessed via a screen, their substance has not changed: the word (rather than image) is king, and they are read in a
linear fashion. However, the suggestions in the Entitlement document for exploring, investigating, interpreting, evaluating, responding to, reflecting on and evaluating texts embrace the multimodal approach that Kress
draws our attention to: it seems that the teaching of what one may refer to as mono-modal texts can be multimodal. For instance, it is suggested that pupils ‘use a wider range of strategies to pursue contrasts,
comparisons and connections dynamically’ through using hypertext to explore the relation between texts, comparing documents (such as two drafts of a poem) using split-screen arrangements and ‘Tracking changes’
to trace the editing of a text as a subject for discussion (NATE, 2002: p. 2).

Even the Entitlement document, however, makes minimal reference to IWBs per se. Whilst, of course, many of the suggested ICT activities could (and, perhaps, ideally should) be modelled by the teacher via the IWB and then developed by pupils working individually or in pairs on PCs or laptops, the guidance provided and the suggested examples include only passing reference to the IWB. This may be partly due to the fact that
IWBs were still scarce in classrooms when the document was drawn up; given that some of the authors went on to be part of the project described below, it was certainly not because they were resistant to IWBs. Becta subsequently invited NATE to deliver ICT training to schools nationally and, in 2005, I was invited to join the team of five to provide this input. The project was designed to provide hands-on support for both practising teachers and their partner local authority consultants in enhancing the teaching of English through ICT.

The training covered the use of IWBs and PC-based learning, but I have chosen to focus particularly on the value of the IWB for this study. To date, little research has been conducted in this area, despite increasing
emphasis on ICT in English in general (although, interestingly, there is a greater body of research coming out of Australia). I feel that a discrete focus on IWBs is relevant and valid. I thus designed my research question
to this end: To what extent did the NATE/Becta ICT in English training project enhance the use of interactive whiteboards in teaching and learning in Secondary English? As I seek to answer this, I shall discuss aspects of the way in which English teachers use ICT generally and implications for the training of English teachers as a means of reflecting on my responses to Kress’s thoughts on new literacies – can we teach
traditional texts more effectively through the multimodal approach? One of Kress’s questions is, ‘What is the likely future of literacy?’ (Kress, 2003: p. 1). Kress emphasises that, rather than focus on individual texts that ‘orient us to the past’ (Kress, 2003: p. 169), the multimodal ‘future-orientated’ approach begins with the designer rather than simply the writer, since the very look of the screen is central to the meaning. He argues literacy teaching will become more creative, since writers will be free to organise their ideas in any way they wish: ‘it allows teachers to move beyond more formalistic approaches’ (Morris, 2004). While this is exaggerated – blocks of text on a screen still need to be effectively worded to convey meaning – there is a point to be made. Teachers need to be ICT-literate in order to teach multimodal literacy.

Turning my attention to research on IWBs in particular, I was struck by Phil Beadle’s bluntness: ‘All of us have witnessed some ‘‘imported for a twilight session’’ ICT whizz make the interactive whiteboard sing, clap its
hands and perform a pelvis-breaking dance’ (Beadle, 2006). Yet his antipathy to using the interactive whiteboards is not due to the technology itself, but their inappropriate use. ‘It may well be a fantastic tool, but many of us, mainly those in secondary schools, don’t have the first idea how to work the bloody thing!’ (ibid.) The problem is not limited to the UK: in Australia, too, schools recruit to subject expertise rather than ICT expertise, so most practitioners are subject-rich but often ICT-poor (Hayes, 2006). But it’s not all negative. Chin (2004) identifies four basic ‘levels of use’ of an interactive whiteboard in a classroom that correspond closely to my own practice: presentation, annotation and ad hoc examples, participation, full interactivity. These aspects map closely to the six areas in the Entitlement document and Chin includes some suggestions for
implementation that are very similar to the activities provided in the Entitlement document, strengthening my view that teaching and learning using IWBs does have numerous benefits.

First, the IWB can be used by teachers with only basic ICT skills. Some training is necessary, but since it can be used – at its most basic level – in same way as traditional whiteboard, even the most ICT-phobic should be
able to use it in their classrooms. Secondly, teachers can import video, animation, graphics, text or audio, very smoothly into their teaching, without the need for any other equipment. Teachers can easily adapt
ready-made resources for specific classes and there is the potential for widespread sharing of resources. It can provide instant feedback when used for whole class interactive questioning, thereby enabling Assessment
for Learning to take place, and it a very effective means of sharing a Starter or Plenary activity. (Chin suggests a form of the game ‘Blockbusters’, an activity that I have used on numerous occasions! (ibid: p. 89)) From a learner’s point of view, the IWB is helpful to those with poor eyesight, since text or images can be enlarged exponentially. (I always ensure that the default colour on my slides is yellow rather than white, in order to make the text more legible for dyslexics.) Annotations can be made on one text or image with contributions from the whole class: all can be engaged in discussion as they are free from note-taking and the notes can be made available to all afterwards. Students’ work can be displayed easily in public, ensuring high self-esteem for those whose work is published in this way and providing a valid model for their peers; in addition, students can work collaboratively, sharing their findings with the class easily and in a professional way, and can feel active participants in the lesson. Chin (2004) adds that IWBs are in the process of changing what a teacher
does. Indeed, ‘learning with technology inevitably changes the staff role’ (Maharg, 2007) and a teacher who, prior to gaining an IWB, spent most of  their time circulating, may feel restricted to the front on its arrival – with
consequent potential issues in classroom management. However, perhaps this is only so with less confident practitioners, best practice uses full interactivity, placing children at the heart of this. Moreover, new hardware
designed to enable the IWB to be controlled remotely from any part of the classroom, such as the Smart Tablet, can immediately reverse this trend. Nevertheless, the IWB does seem to be shifting teaching back to
whole-class approaches – there’s a move away from group-based work – and that is something we should be aware of.

To reiterate, perhaps the most fundamental question underpinning the debate is, as standards in schools continue to rise (as measured in terms of examination success at GCSE and A Level), how we can assess to what extent any improvements can be said to be due to the ICT. Schools may be using technology more, but they are using other methods to prepare pupils for examinations too, and quantifying the relative value of each method is impossible. Andrews cites an analogy made by his colleague Rebecca Sinker – ‘Has anyone ever tried to study
the relationship between the biro and academic achievement?’ (Andrews, 2003) He is inviting us to ponder whether we are we in danger of overlooking the learning itself for the medium which is contributing to
‘delivering’ it.  Maybe the following comment best occupies the middle ground – ‘Since the rise of the iwhiteboard, one thing has become patently clear: using an iwhiteboard does not make a good teacher. It can make a poor teacher even worse – but in the hands of a skilled and practised teacher it can extend teaching and learning to new heights’ (Drage, 2005).

The project
The project team drew up a package of materials that provided participants with as much support as possible in enabling their pupils to access all the recommended areas, and the approach very much chimed with Kress’s thoughts on multimodality. For instance, materials were created to explore a Shakespeare text that included images, sounds, animation, animated annotation and de-sequenced sections, amongst other ICT resources: the ‘mono-modal’ original became multimodal on a number of fronts. Schools signed to the project through the NATE website. Twenty schools throughout England, from Cornwall to Suffolk to Oldham, were recruited
within a day: the speed with which the places were filled is an indication of the perceived need within English departments for training. Although some schools had already received basic instruction on using the IWB
(perhaps the minimum entitlement: ‘At least a one-hour initial, hands-on session is necessary for staff, as this technology demands a few new and different techniques when teaching’ (Drage, 2005: p. 44)), that training
had not been carried out by a subject specialist. Pre-course questionnaires completed by participating departments confirmed that the amount of ICT used in lessons was scant or non-existent.

The training itself consisted of a day’s workshop activities based in each of the participating schools at some point during the spring term, the trainer demonstrating activities on the IWB, with participants working on
laptops. Trainers modelled good practice, so that participants were active in the session, using the IWB in the way that pupils may be invited to in a classroom. Participants were able to create their own resources on the
day, as well as take away a CD ROM of ready-made resources: it was hoped that the training would have an immediate impact in their classrooms. This was followed by a further half-day session in the summer in order to evaluate progress and plan the next stages of the departments’ ICT journeys. We saw it as an important part of the process that the departments we visited should take on the development of ICT as part of their ongoing growth: we wanted to help provide them all with a nascent agenda for change.

Anecdotal evidence that every school participating in the project valued the training was strongly supported in an analysis of end-of-project questionnaires. Respondents variously commented that it was ‘eye opening’ and enabled ICT within English to be ‘foregrounded in a way it wasn’t before’. All of respondents found that the training had had at least some impact on their department’s work and two thirds reported that the impact was at least substantial; two of the 14 schools whose responses I analysed indicated that they had made ‘considerable progress’, an impressive claim only three months after the initial training.
 
The fact that all schools said that they had made some progress could be attributed to teachers not wanting to be seen to be overly critical (particularly given the fact that the questonnaire was being completed in the presence of the trainer). However, responses to the further questions and annotations on the questionnaires indicate that this is not the case: there is a clear thirst for ICT input yet, sadly, numerous barriers exist in schools that prevent its effective use. One near universal problem in the 20 participating schools was the lack of access to reliable hardware and/or to technical backup within the school. Fleming and Stevens may confidently comment, ‘At one time, use of ICT meant booking the computer room weeks in advance and making a special visit perhaps to type up work which had already been written in pen. The increasing use of interactive whiteboards, laptops and other
technology makes integration a reality’ (2004: p. 180), but the sad truth is that, for the schools with which we were working, integration is still far from being a reality. According to our findings (please see the table
below), the greatest barriers are those of access. (Results are tabulated in rank order and respondents were invited to tick all boxes that were relevant.)

Barriers	Total(14 respondents)
If teachers have not used ICT in teaching, or not as much as they wouldwish, since the initial session, please state the reason(s)Unable to gain access to ICT equipment in my classroomUnable to gain access to ICT room Lack of suitable teaching materials Lack of ICT infrastructure Lack of confidence in ICT skills Insufficient curriculum time Lack of suitable software Lack of adequate ICT support ICT not relevant to my lessons/courses 	776443330

One department specifically noted that ‘progress [since the first training session] was limited due to lack of hardware’ but that they had ‘begun the journey’. Another complained about their ‘old equipt, unreliable equipt’
(sic). With nearly two thirds of the schools we visited complaining about their inability to access adequate equipment, one could wonder what happened to all the investment detailed above?

A possible answer is that, in some schools, English is seen as the Cinderella subject for which ICT is not considered a necessity. One school noted that curriculum time for English is squeezed and that too much
time in the ICT suite was allocated to other subjects: English is not a priority subject as far as ICT provision goes. Across all the schools, a quarter complained at a lack of dedicated curriculum time. Not one school suggested that ICT was irrelevant to their teaching. These comments are generally corroborated by this next set of data that records the departments’ views of their future needs if ICT is to become fully embedded in their English teaching. (Results are tabulated in rank order.)

Future needs	Total(14 respondents)
What do you think are the English Department’s future needs in the use of ICT in teaching and learning?More time to work together on skills, lesson materials, etc.Better access to hardware Better infrastructure in the school (network, etc.)Better ICT support in the school Establishment of a departmental policy on ICT in EnglishIncorporation of ICT into Schemes of Work More software Changes in whole-school policies Greater flexibility in the whole school curriculumIdentification of a lead teacher for English and ICT	9843322211

The stark message of this table is that most teachers desperately need more dedicated time to enable them to work together to develop the curriculum. One clearly-pressurised Head of Department spoke of the challenge of her ‘scattered focus’ and of ‘prioritising [ICT] against other departmental issues’. It is necessary, then, for departments to be given ‘ring-fenced’ time in order to help them move forward. This should enable them to establish a departmental policy on ICT in English – recognised as necessary by only a quarter of departments in the sample, but surely essential if the Senior Management Team is to take requests for future funding seriously – as well as begin to incorporate ICT into Schemes of Work. Furthermore, although only one school saw this as
valuable, I would suggest that the identification of a lead teacher is a very effective means of helping to generate change: this person could have an overview of provision, should keep abreast of developments in order to
be able to update colleagues and may act as a mentor to those less confident about using ICT in their lessons.

Looking at findings from the individual feedback (below), almost all respondents agreed that the training had moved them on to some extent; well over half felt that they had made worthwhile progress, while three of
the 55 in the sample felt that their practice had moved on considerably. One teacher who decided that the training had helped ‘a little’ noted that this was ‘not down to training – just my confidence’, while another who
ticked the same box commented that ‘access to technology is the key missing element’. If these teachers are representative, it could be construed that it was not the quality of the training that led to many of the cohort seeing only small gains in their professional development, but external factors beyond the control of the trainers.

Evaluating the NATEprogramme as a whole	Total(55 respondents)
Looking back at the whole NATE training programme … how useful doyou think it has been for your professional development in this area? Has it …not helped me at all helped a little in my professional development helped me make some progress enabled considerable progress 	121313
	

Here I return to my original question: was the NATE training programme successful in enhancing the use of interactive whiteboards in teaching and learning in Secondary English? Whilst the questionnaires discussed above focused on the global training package, rather than focus on the use of IWBs per se, I am confident that it did. One school reported that it had purchased three IWBs in the interim between the trainer’s two visits, such




My own research findings – that English teaching can be enhanced through the effective use of ICT and, in particular, the use of the IWB – fit with Kress’s wider views on the future of literacy teaching in this media-dominated world. Perhaps one of the key points to be drawn from his work is that we, as educationalists, are the gatekeepers of literacy: ‘… we are the makers of meaning, and we can move into [the future] with a theory that puts us and our sign-making at the centre – not free to do as we would wish, but not as the victims of forces beyond our control, either. That is the point and the task of theory. That will need to be the guide of our practices’ (Kress, 2003: p. 176). His point is that we need to be flexible in adapting our practice to multimodal texts whilst not ignoring all that has gone before; perhaps a further point is that neither traditional texts nor multimodal texts should be seen as superior, but as stages in the development of communication.

As shown, our project successfully demonstrated that ‘old’ or traditional texts can be taught effectively through the new, multimodal literacies. Alphabetic reading of a single text can be enhanced in all manner of ways through ICT. This approach enthuses pupils and teachers alike and, accordingly, raises both motivation and results. While ICT does not make a good teacher, ICT – effectively used – can make a good teacher even
better; the issue, then, is to ensure that teachers are sufficiently equipped and skilled to help children understand all the literacies that now surround them.

Of course, it may be that English teachers will gradually assimilate ICT methods into their teaching as they become more confident in their use and as younger teachers come through who are very familiar with ICT.
Furthermore, the new English National Curriculum goes much further than the previous version in embedding ICT into the curriculum. While the former orders lump ICT in with other non-literary texts that children need to access and apparently treat ICT seen as bolt-on rather than integral (Moss, 1998), the new orders specifically state that children should be taught about ICT. They include, for instance, the requirement that the study of English should include ‘influences on spoken and written language, including the impact of technology’
(QCA, 2007: 3.4d). However, simply including references to ICT in the National Curriculum is not going to make teachers of English automatically into teachers of English who are competent and confident in teaching ICT, and so bespoke training is necessary. It is clear that more IWB training is needed for both new and established teachers, in order to harness the technology to maximum effect. I would argue that this should be led by a subject (rather ICT) expert, which would ensure that those who demonstrate the hardware and software do so in the context of the curriculum. This view is corroborated by the latest recommendations: the ‘Use of ICT needs to be firmly rooted in existing, good pedagogical approaches in the subject’ (DfES, 2006: Focus on Pedagogy, slide 14).

There is also, self-evidently, a need to incorporate ICT training is as a core part of the English PGCE, rather than this being a desirable extra. ‘ICT should be viewed as an integral part of teachers’ CPD and linked to, and supported by, the emerging teacher professionalism agenda in schools’ (ibid.) This in turn leads to consideration of who is best qualified to provide this training: there is a vicious circle, as teacher-trainers too are generally recruited because they are subject experts rather than ICT experts. Should ITT institutions then develop
the skills of their lecturers through organising ITT training, or would it be more advantageous for them (and perhaps even more cost-effective?) to buy in high level ICT provision that is planned and delivered by subject experts? This is an issue that, arguably, should be addressed at a national level, since it challenges current institutional systems and funding mechanisms.

In the fast-developing ICT world, a further consideration for funding and training is the development of Virtual Learning Environments (VLEs) and Managed Learning Environments (MLEs) in schools, which are ‘likely to
have a significant impact on the process of teaching and learning in the future’ (Becta, 2007: p. 40). This report goes on to suggest that educational institutions will not be able to function without a VLE or MLE far into the 21st century. By 2008, all schools are required to have a VLE in place; legislation states that these need to be used and populated with resources by 2011. Patently, those teachers who were reluctant to upload their work onto an online forum as part of the NATE project will be required to upload work to be accessed by colleagues, students and parents.

It is to be hoped that teachers see these developments as an opportunity rather than a challenge too far. Perhaps teachers could work together more, across and between subjects, in order to make most effective use of VLEs. A current problem is the rigid way in which the curriculum is currently organised in most schools, which makes it difficult for cross-curricular learning to become an organic reality. The Secondary Strategy, with its emphasis on providing renewed cross-curricular opportunities for pupils, however, should go some way to enabling more flexibility. There is an opportunity here for ICT teachers to work with their English colleagues – amongst others – and achieve more success than previous initiatives such as Information and Communications Technology Across the Curriculum (ICTAC) to enhance ‘ICT capability’ (DfES, 2004: p. 3) ever managed. Whilst some
might hold up the importance of distinguishing between teaching ‘for ICT, teaching through ICT, and teaching in ICT’ (Fleming and Stevens, 2004: p. 182), I would suggest that cross-curricular learning developed through VLEs enables the ‘for’, ‘through’, and ‘in’ to be taught effectively to the benefit of all because ‘New and emerging ICT can provide new opportunities for strengthening teaching and learning in all subjects’ (DfES, 2006: Focus on Pedagogy, slide 14). Kress explains more clearly how this will be effected: ‘Literacy and communication curricula rethought in this fashion offer an education in which creativity in different domains and at different levels of representation is well understood, in which both creativity and difference are seen as
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